This chronological survey. extending &from the laws passed in 1642 in Massachusetts to establish schools for the teaching of reading and writing to the 1968 Guidelines for the Preparation of Teachers of English. presents a discussion of varying attitudes toward English teaching and English teacher education. Divergent opinions on many topics are included: teacher certification. college entrance requirements, high school and college English programs. 'teacher specialization, the importance of literary criticism in teacher education, the establishment of teacher societies. and the exercise of guidance by the / societies. Incorporated in the discussion are references to the major contributors io and the significant documents concerning English educational theory and practice. (LH) 
I An Introduction to the English
The Uses of the Guidelines The Importance of the Study The Study in Retrospect Teacher Preparation Study are but the latest in a long line of documents related to the preparation of teachers of English for the schools. The parallels and significant differences in the procedures by which these Guidelines were developed, in the nature and scope of the recommenditions, in the sanctions they represent, and in the prospects of their influence may be more apparent, however, when placed in the context of a century of concern with the caliber and preparation of teachers of English. Efforts in this direction a century ago were addressed, first, to establishing the status of English as a school subject; second, to improving the quality and preparation of all teachers; and, third, as English gradually became accepted as a subject, to becoming more concerned with special training for teachers of English.
As early as 1642 and 1647, laws were passed in Massachusetts to establish schools for the teaching of English, largely reading and writing. And in 1749, Franklin justified the importance of English as a part of the program for the academy in Philadelphia.
Yet as late as the 1860's and 1870's, English was generally of little importance in American schools and colleges.
But, in 1869, Charles W. Eliot announced his concern with the quality of education offered in our schools and colleges. Upon the occasion of his inauguration as President of Harvard College, he devoted his address to discussing a range of educational problems. Regarding the failure of talks taking place at that time to add much to the "staple of education," he. said, "A striking illustration may be found in the prevailing neglect of the systematic study of the English language."1 He went on to argue for the enlargement of the American educational program extending from the elementary school through college. He stressed that "the needed reformation in methods of teaching the subjects which have already been nominally admitted to the American curriculum applies not only to the university, but to the preparatory schools down to the primary. The American college is obliged to supplement the American school. Whatever elementary instruction the schools fail to give, the college must supply."2 Then he announced the Harvard faculty's recent decision to establish some admission requirements, including the offering of prizes for reading aloud and "for 484 Clies William Eliot, Educational Reform (New York: The Century Co., 1898), p. 2. These examinations, and particularly the canon of set-books upon which the tests were based, had enormous, far-reaching effects upon the importance of English in the schools, the courses of study, the amount of time allotted to the study of English, methods of teaching, and the growing demand for teachers especially trained to teach English. Corollary activities also developed among English teachers but for somewhat different purposes. They ob- He discussed what he considered to be indispensable components of a liberal education. He proceeded to justify his elevating certain modern subjects to "equal academic value and rank with any subject now most honored." The first is English. He pointed out the contrast between the importance of the array of English writers and the greatness of their literature and the low status of the subject in many schools and its absence from some. He reported that the modest English test required for admission to colleges revealed "the woeful ignorance of their own language and literature which prevails among the picked youth of the country."4 He went on to explain that "For ten years past Harvard University has been trying, first, to stimulate the preparatory schools to give attention to English, and, secondly, to develop and improve its own instruction in that department; but its success has thus far been very moderate. So litett attention is paid to English at the preparatory schools that half of the time, labor, and money which the University spends upon English must be devoted to the mere elements of the subject. . . . This comparative neglect of the greatest of literatures in American schools and colleges is certainly a remarkable phenomenon." Later in the same address he said that "English should be studied from the beginning of school life to the end of college life." This problem of the status of English relative to that of other subjects prompted the Department of Secondary Instruction of the National Education Association in 1887 to approve unanimously a resolution stating that "In the opinion of the department, the English language should be given at least an equal place with that of the classics and science in the high school's course of study ."5 In many of his talks in the 1880s and 1890s Eliot stressed the importance of de.. veloping the school programs and of giving greater importance to certain subjects such as English, history, modern languages, natural sciences, "political economy." But he also emphasized the accompanying need for better teachers, for teachers' examinations, for a better tenure system, for a higher proportion of male teachers, who are more likely than women to make teaching their lifework, for effective supervision of probationary teachers, for teachers "prepared to specialize in teaching one subject" and adapt instruction to children of different 41bid., pp. 99-100. 5NEA Proceedings (1887), p. 395. 486 ENGLISH JOURNAt ages and abilities, and for changing American teaching that tends to be "chiefly driving and judging" to the kind that is "leading and inspiring."8 In an address to the Harvard Teachers' Association in 1896, Eliot reported that "English has now won a good place in school programmes and in college requirements for admission to college. What a marvel it is that it never had any place at all down to 1873, when it first appeared in the Harvard requirements." rir HROUGHOUT the 1890s and the first 1. decade of che twentieth century, the increasing number of articles in professional journals and the initial textbooks on the teaching of English and the training of English teachers testify to the acceptance of the front-rank importance of the field and to the need for teachers especially prepared to teach it. But unquestionably the most significant educational development at the end of the century was the work of the Committee of Ten, appointed by the NEA in 1892 to make a study of secondary school programs. President Eliot of Harvard was appointed chairman of this distinguished committee composed of the U.S. Commissioner of Education, the presidents .of the Universities of Michigan, Colorado, and Missouri, and of Vassar College, a professor at Oberlin, the headmasters of a boys' and a girls' independent schools, and the principal of a public high school. The Committee appointed a Conference to investigate the programs of each of nine subjects commonly taught in secondary schools. Of the ninety persons who worked on these°E liot's reference here to the importance of recognizing and adjusting to children's individual differences laecomes almost a refrain throughout his addresses, especially in his criticism of schools for the undesirable conformity they insist upon in pupils and in the reforms he proposed. It is also consistent with the system of electives he had already instituted at Harvard. This part of his crusade is in puzzling contrast, however, to the unanimous stands. taken in the Report of the Committee of Ten (1894), known as "Dr.
Eliot's Committee," that schools should make no adjustments in the courses recommended by the Committee for any students, Ito matter how different their "destinations" might be.
Conferences, forty-seven represented colleges and universities, forty-two were from gecondary schools, and one was a governmental officer who had formerly been on the staff of a university. They studied the programs in over two hundred secondary schools in many parts of the country.7
Of concern here, though, are the occasional references in this influential document to the preparation of teachers. In his commentary introducing the reports of the Conferences on the nine subjects, Eliot reminds the reader that throughout each report the Conference states that if schools were to adopt the recommendations for improving the subjects studied in high schools, then teachers of higher academic caliber and with better preparation, es- pecially in effective methods of teaching, would be needed not only in elementary and secondary schools but also in the model schools, normal schools, and colleges in which they are prepared. It was his opinion that these institutions were "capable of making prompt and successful efforts to supply the better trained and equipped teachers for whom the reports of the Conferences call."8 He particularly called to the attention of colleges and universities their responsibilities for preparing teachers for elementary and secondary schools. The Conference on English made one specific recommendation that the teacher of English: must of course be familiar with the more important facts of historical English grammar, and be able to use them in connection with the study of any branch of English, whenever they serve to explain difficulties or to fix grammatical principles. And he must also be able to teach dialects and literary language authority and usage, and the decay of inflections.8 Even though this reference seems to be about the only specific recommendation on 7Report of the Committee of Ten on Sec- exclusively with what the individual prospective teacher should get out of experiences in courses in literature and composition and with his personal qualities and abilities. They did not stem to be at all aware of the possibility that colleges might be responsible for offering some kind of program or selection of courses and experiences organized for the benefit of students preparing to teach.
The makeup and procedures of this
Committee and its conferences, however, are extremely important. They set a pattern of close cooperation among universities, colleges, schools, and governmental agencies in working on educational problems that is followed to this day. In July 1894, Eliot spoke to the American Institute of Instruction. At that time, his Report had been available to the public for six months. In his address, "The Unity of Educational Reform," he proposed to take up some of the criticisms and objections that had already been published, chiefly the question, "What do college men know about the schools?" He pointed out, first, the extensive school experiences of the persons who worked on the Conferences, and, second, that the reforms called for apply throughout the range of the educational system from primary school to university. He closed on this note:
10Samuel Thurber, "The Teacher's Equipment for Work in English Literature," School Review, (February 1894); J. F. Genung, "The Teacher's Outfit in Rhetoric," School Review, (September 1895). "Equipment" and "Outfit," quaint terms indeed in this context, then seemed to be fashionable diction in discussions of professional preparation to teach. One of the more interesting, perhaps prophetic suggestions is that, prior to assuming full responsibility as a practice teacher, the student should begin by teaching for some time a small group of children so that he could study the individual child as he learns new ideas. The student could then learn to modify his lesson plans in order to adapt his subject matter and activities to the "child's tastes and activities." Here is an early version of what is now known as micro-teaching.
The Committee also stressed the importance of the "training" of teachers for secondary schools and for normal schools, claiming that secondary school teachers "give educational tone to communities, as well as inspiration to the body of teachers," and that those who teach in normal schools need broad scholarship, thorough understanding of educational problems, and trained experience.
With its recommendation for a postgraduate year of training for teachers, the Committee also anticipated our present fifthyear and internship programs. During that year, the student would be employed by the school in which he would do his practice teaching all morning. Afternoons he would attend college classes, particularly those with a "professor of pedagogy," who would also arrange occasional meetings with heads of departments in which the student was teaching. Then on Saturday mornings he would participate in a two-hour seminar conducted by the professor of pedagogy and attended also by the "more ambitious teachers of experience in the vicinity. us to what he saw as being serious disadvantages, one of which was the increasing "demand for more highly trained teachers." He thought that certain kinds of specialization would be a distinct gain for secondary schools. But he objected to the kind of "higher training" that:
has too often taken the form of advanced training in special lines and has given us teachers who present their material from the standpoint of specialists in history, or science, or literature, rather than from the standpoint of specialists in the education of children. Specialization in English in our uniw.rsities in the form of the preparation of a "contribution to knowledge," known as the Master's thesis or a Doctor's dissertation, usually has no relation to the preparation for efficient teaching in the schools. In fact, this specialization too frequently results in just so much useless lumber which the unfortunate possessor must get rid of before effective work can be done. This inadequacy in the training of the teachers for the schools brings them to their work unprepared to meet the actual problem of teaching, and unable to take active steps toward the building-up of a working equipment of method and material. The actual work of the English teacher in the school seems to be further removed from the special work he has taken in our universities by way of training than that of any other teacher.23 Those who had had this special training reported that in general they found it helpful. Some of them reported, however, that their other courses in education were too theoretical.
ly endorsed the work of the Committee.25
Although the Committee's Report, often called the "Rosie Report," is best known for the recommendations for reorganizing English programs in public secondary schools, the Committee also offered comments upon and recommendations for the preparation of teachers. It recognized the main facts the NCTE had reported on the preparation of high school teachers of English, but it also agreed with that committee's conclusion "that as yet the qaestion as to what constitutes the best preparation for the English teacher has not been widely or thoroughly considered."
In two statements expressing its point of view, the Committee focuses attention upon the importance of the quality of teachers:
11. Finally, the success of English work is conditioned by certain material and personal factors, the most important of which are the number and size of classes, the library and other equipment, and the preparation of the teacher....
The supreme essential to success in
high-school English is the trained teacherthe teacher trained by the study of his subject, by the study of educational principles and methods, and trained by experience. The novice and the itinerantoften one 2nd the sameare the chief stum- The difficulty is that mastery of English does not consist in the learning of facts and rules nor in mere mechanical skill. Communication is an art. . . . It is, indeed, not a task for a mere scholar accustomed to having bodies of facts presented in lecture form from the teacher's desk. It requires knowledge, but also skillskill in using that knowledge in the guidance of others.29
Here the Committee is making somewhat the same kind of distinction that Coulter had made in 1912.
The Committee took from the English Journal, May 1916, a description of a program planned by the University of Southern California, which required the candidate to complete four years of college and a graduate year. It provided extensive studies in English, foreign languages, history, public speaking, philosophy, and education, together with a special course in the teaching of high-school English, which would meet for three hours a week throughout the graduate year. At the same time, the candidate would be doing his practice teaching four periods a week and have a course in school management two periods a week.
The Committee also reported some gen- The Reorganization Report was of course recommended, but since 1917 the social situation upon which the curriculum should be based had changed materially; the character of the school population, especially in the high school, had changed; the junior high school had grown from an experiment into an accepted institution; educational thinking and general practice had made material advances; more detailed outlines had come into fashion; new materials were available for literature courses; and, most important of all, the Reorganization Report covered only Grades 7-12 whereas any thoroughly effective training in English must be planned from the kindergarten up.37
In recognition of these circumstances, the NCTE Executive Committee approved in ists" and "Educationism" for their role in perpetuating quackery in public schools.
Today, however, some academicians, particularly those who participated in the Dartmouth Conference, applaud and popularize the recent rediscovery of the importance of students' experiences, imagination, creativity, and the efforts to make English relevantright now. They seem to think of this present form of an experience curriculum, however, not as a return to concepts of progressive education but 'rather as a "humanitarian" education."
But perhaps another factor may also have contributed to the loss of the significance and momentum the experienced curricu- The chances for more accelerated improvements in the near future, however, should be somewhat better. The ETPS Guidelines not only exist, but they also represent a consensus of a wide cross- is in keeping with a plea that began at least as long ago as President Eliot, and that has been greatly strengthened by recommendations from Hosic's Joint Committee, Barnes, contributors to An Experience Curriculum, and the Dartmouth reports. She also describes in some detail the kind of preparation the teacher should have in the nature of language, the history and structure of the English language, and modern concepts of usage and semantics.
Although interest in the importance of semantics seemed to have declined for a number of years, it is again on the rise. The Committee inquired about the usual components of programs: general education, teaching major and minor, and professional education. But through its questionnaire supplemented by interviews with faculty and students on eleven of the campuses, it also looked into the question of balance in the preparation in composition, grammar, literature, speech, dramatics, journalism; the proportion of the preparation in general education, major and minor, and professional education; the effectiveness of cooperation between the faculty in English and those in Education; the educational training and teaching experiences of faculty preparing teachers, particularly those teaching methods courses and supervising directed teaching; and whether prospective teachers were getting any experience in working with homogeneous and heterogeneous classes and with small groups within classes, in considering the advantages and disadvantages of various kinds of grouping, and in selecting, organizing, and presenting materials and activities appropriately to accommodate abilities and meds of individual pupils.
The committee found that, contrary to common criticisms of the supposed excessive imbalance of preparation in favor of professional education, about 30 to 40 per cent was devoted to general education, about the same percentage to the teaching major and minor and related subjects, about 13 to 15 per cent to professional education, and the rest to electives. In short, approximately 85 per cent of these five-year programs was devoted to general education and the academic major and minor and related subjects.
In its report, the committee offered recommendations on arrangements for and supervision of directed observations followed by directed teaching, aspects of (1950) (1951) (1952) (1953) (1954) (1955) (1956) We therefore recommend that certification requirements for teachers of English include provision for a quality of work high enough to indicate probable mastery of the subject matter studied; quantitative standards, in terms of se- Bibliography ( 1950 Bibliography ( -1956 mester-hours or some other index of exposure to learning, high enough to indicate that the prospective teacher has had a fair opportsinity to master the subject; and analytical standards which will require, not only that the prospective teacher has had work in a college department of English, but also that he has had the type of study which we have indicated as necessary for a properly qualified teacher of the English language. Whenever possible an examination which tests ability and mastery rather than the amount of time previously spent in learning should be substituted for formal course requirements.02 In the middle of the 1950s, Donald R. Twenty-eight representatives of the American Studies Association, the College English Association, the Modern Language Association, and the NCTE met in three three-day sessions to identify what they considered to be the basic issues in the teaching of English throughout the schools, colleges, and universities. The group identified twenty-one basic issues related to goals, content, and problems of teaching English, and fourteen in the preparation and certification of teachers. 71The National Interest and the Teaching of English, don in psychology and professional education, and his being a person who "has dedicated himself to humanistic values." The outline specifies the kind of preparation in modern English language and its background, the scope of his preparation in English, American, and world literature, the ability to use a variety of modes of critical analysis, and the kinds of abilities he needs as a teacher to use effectively his knowledge of his subject. Though modest in scope, this outline represents an important ffrst step toward the identification of A development beginning in the summer of 1961 also had far-reaching effects. During three weeks of that summer, sixty instructors selected to staff the CEEB Summer Institutes to be held on twenty campuses in 1962, studied, discussed, haggled over, and planned the three courses to be offered to some 900 high school teachers to be chosen to attend the institutes. These professors of English and a few high school teachers invited to teach in some of the institutes were forced through an "agonizing reappraisal" of what they thought should constitute up-to-date, relevant courses in modern English language, advanced writing, and literature to be presented to carefully selected high school teachers instructing students preparing to attend college. The courses in modern English language and advanced writing were selected to help teachers overcome these serious deficiencies in their preparation as revealed in published surveys. It was hoped, HISTORY OF PREPARATION OF ENGLISH TEACHERS 509 of course, that the experiences these English professors had in planning these courses and then later teaching them to experienced teachers of English would make some lasting impact upon them as individuals and subsequently upon their departments' programs for future teachers of English.
The next summer, 868 high school English teachers who generally taught college preparatory students attended the twenty institutes, took the three courses, and in accompanying workshops or seminars led by instructors experienced in teaching English in secondary schools had opportunities to discuss the relationship of the courses to their own classes and to prepare materials appropriate to them. This was a form of strenuous inservice education. Two features of the arrangements were especially sound in assisting the teachers to adapt and apply elements of the institutes' programs to their own classes. First, each candidate had to include with his application a letter from his principal stating that if the teacher were selected to attend the institute, he would be free to apply in his own classes what he thought especially relevant from the institute program. Second, a member of each institute staff was expected during the following fall semester to visit the classes of each teacher who had attended the institute. Here was a sensible program providing a two-way education:
the teacher and his students had an opportunity to confer with an English specialist from a college or university; the professor had the sobering, firsthand experience of seeing in the classes of some forty-five teachers what it is really like to teach English to high school students. The triple-level experiences of college faculty in preparing and teaching courses for high school instructors and then of actually going into t' -renches during the followup visits dio kiae. ed make lasting impressions upon some English professors.72 In some college quarters where it was needed, the 
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ENGLISH declared that one of the most important responsibilities of English departments in colleges and universities is to provide both preservice and inservice education for teachers of English. They wisely point out that in fulfilling this commitment departments should "regularly review and evaluate their training programs for teaching assistants and their courscs designed for the preparation of high school teachers." Departments now have the widely endorsed ETPS Guidelines to help them test the relevance of their program and specific courses for secondary school teachers much more realistically than they could have envisioned in 1962.
They also recommended that English departments make suitable provisions for qualified experienced teachers who return to take English courses. Teachers denied access to English courses relevant to their interests and needs will be forced thereby to elect courses in other departments, mainly in Education. Although such courses as those in guidance, supervision, administration, psychological and social foundations of education are undoubtedly helpful for educators for whom they are intended, they are a poor substitute indeed for the English teacher who needs a course in modern English language, advanced writing, contemporary literature, or poetry.
The chairmen also emphasized in their resolutions the importance of English departments' expanding "their cooperation with elementary and secondary school teachers of English," offering summer institutes and seminars for them, and, through a national association of departments, coordinating their efforts with those of the MLA, the NCTE, the College English As- 
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By itself, each of these resolutions and others not mentioned here represents a major advance toward mustering the full resources of all dedicated to the improvement of English instruction. Taken all together, they represent a cohesiveness that should prevent any unfortunate splintering of effort. The cohesiveness is already evident. The close correspondence between some of these resolutions and, on the one hand, the functioning of the CEEB institutes during the preceding year and summer, and, on the other, the Guidelines to be developed three years later should not be surprising. Many of the eighty depart- vs Alfred H. Grommon, Editor (New York:
Appleton-Century-Crofts, Inc., 1963). In his recommendations for preparation in subject-matter fields, Conant distinguishes between the needs of candidates preparing to teach in the lower grades and those preparing for the upper. He believes that those intending to teach in the lower grades should distribute the thirty hours of what would otherwise be a concentration over English, social studies and mathematics, and then some "integrated" courses in the rest of the curriculum in these lower grades. Those preparing to teach in the upper grades should devote the thirty hours to a concentration in English, mathematics, social studies, or science, in addition to related courses in the program of general education. He outlines courses in the teaching of reading and mentions preparation in literature for children. But he does not recommend specifically any courses in "Ibid., pp. 70-72. According to Jeremiah Finch, Professor of English, Princeton University, and a member of Conant's staff during this study, some city school systems have now provided some beginning teachers with the kind of probationary arrangements described by Conant. Some internships in fifth-year programs also provide somewhat similar arrange- He does advocate, however, experiences working with and teaching children concurrently with courses in child growth and development, teaching of reading, a series of workshops in the content and methods of teaching subjects in the elementary school curriculum, followed by practice teaching. And he describes the qualifications of the kind of clinical faculty he recommends supervise candidates' laboratory experiences and practice teaching in the schools.81 For the teacher preparing for secondary schools, he also recommends a program of general education totaling sixty semester hours. He reckons the extent of the academic concentration, however, not so much in course hours as in competence that can somehow be measured by a comprehensive examination. But he does not specify the nature of that examination. The rationale Regarding the concentration in English for prospective teachers, Conant said that:
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gram based upon some of Conant's recommendations. And, as was mentioned earlier, some cities are providing beginning teachers with an initial probationary year based upon his ideas. But his conviction, apparently based upon his conversations with teachers, that a four-year college program is it more than enough for a high school teacher" is certainly not in keeping with the conclusion generally accepted throughout MLA, NCTE, the more than 100 universities offering fifth-year M.A.T. programs, and several states that five years of college preparation should be the minimum for future teachers for the elementary and the secondary schools.
Yet despite the differences within the profession concerning some of Conant's recommendations, the entire profession is indebted to him for the thoughtful, thorough, imaginative attention he has given over the past few years to our junior and senior high schools, to schools in slums and suburbs, and to the education of teachers. In the long run, some of his most radical recommendations may yet prove to be the most worthwhile in nudging the educational enterprise along.
T HE Education of Teachers of English
for American Schools and Colleges prepared for the NCTE by the Commission on the English Curriculum was also published in 1963. This volume represents by far the most comprehensive study yet attempted of the recruitment and the preservice and inservice education of teachers for the elementary schools and teachers of English for secondary schools and colleges. Thirtyeight specialists in English, in the teaching of English at all levels of our educational system, and in English education contributed to this report.
They point out that the responsibility for recruiting qualified future teachers of English actually begins with the elementary and secondary schools and the communities they serve, especially in communities having chronic shortages of teachers. In the colleges, the responsibility belongs to the departments of English and education.84 The committee of specialists in elemen-" To further ensure the adequacy of the preparation of the beginning teacher, the committee recommended that all candidates for teaching in elementary schools be required to complete a five-year program. But whether the program extends for four or five years, the candidate should acquire throughout his last two or three years of preparationrather than during a fifth year onlythe professional knowledge, understanding, appreciation, and skills appropriate to his contributing to the education of children during their first eight years in public schools. Included also are detailed discussions of courses essential to a program of professional education, a variety of sample programs, and specific recommendations for the content of these courses.
Recommendations for the preparation of teachers of English for secondary schools are also far too comprehensive to be reported here except in general terms. The committees of specialists in the various aspects of English and English education who wrote these chapters recommend preparation intended to be in keeping not only with realities of present-day secondary schools but also with discernible future developments. They urge colleges and universities to establish institution-wide committees on teacher education to help coordinate the full resources of the institution to the preparation of teachers, particularly in furthering productive cooperation between academic departments and departments of education in appointing qualified faculty to work with future teachers, in planning programs and courses, and in recruiting and advising these students. The nature and possibilities of joint appointments are described in some detail in Volume V.87 Because no research has yet indicated that a particular program haS" proved to be significantly better than all others in producing effective teachers of English, the 88 The National Interest and the Teaching of English, writers institutes for teachers of English and reading seemed like a bonanza grander than a Las Vegas jackpot: $5,500,000 for 105 institutes for teachers of English attended by some 4,800 teachers in the elementary and secondary schools who were taught by more than five hundred college and high school teachers.97 In part, because of the haste in which proposals for these first institutes had to be prepared after the censed MLA and the NCTE to establish the English Institute Materials Center (EIMC) and provided funds for preparing and distributing copies of the experimental materials. Through the superb efforts of Michael F. Shugrue, Director of EIMC, and his staff these materials were distributed to the far-flung institutes, even to the one in Austria.98 Thousands of English teachers were thereby brought up-to-date on recent developments and experimentation in the English curriculum. These materials were not then available to the public. But the extent to which these materials were used in the institutes may be quite another matter. Here was a significant opportunity for the faculties of the institutes to guard against being bypassed by curricular reforms, as Squire had warned in his aforementioned address, "The Impact of New Programs on the Education of Teachers of English." For three summers, faculties involved in teacher education had opportunities to incorporate the latest developments into their programs for preparing teachers. But whetlfe? institutions have generally built them into their preservice and continuing education of teachers is not clear.
At this point, the future of categorical institutes is precarious. They are said to be guaranteed through 1969. By then, howeverand perhaps even beforea new wave of what are thought by "frontier thinkers" to be innovative, bold ventures in remaking nothing less than the whole of American education may be in. Surely, nothing so prosaic as helping English teachers improve their work could possibly be sweeping enough to revolutionize the establishment, or so our visionary new leaders seem to have decidedon their own. Among the NDEA institutes were those for teachers of disadvantaged or culturally 98For an account of this procedure and an evaluation of the use of these materials see of the leaders in the NCTE working in large city school systems and long dedicated to offering the best possible, most relevant education to all the children in their communities were among those who participated in the institutes for teachers of the disadvantaged and who took the initiative in marshalling resources of the National Council to join the wvi rm poverty but to do so by attacking first impoverished, misdirected education for the dis- In its chapter on teacher education the Task Force discusses the work of the English teachers in schools and institutes and also the preparation to teach English to the disadvantaged offered in rwenty-eight programs and ten institutes. It summarized some of its findings as follows:
For many an English teacher a class- 99 (Champaign, Illinois: NCTE, 1965), pp. v, 167. 520 ENGLISH room of disadvantaged students is a crucible. In it, otherwise insignificant handicaps are starkly revealed. A gap in preparation, a narrow view of man, a limited tolerance for variety in human nature any of which might pass unnoticed in another settingnot only come to the surface, but virtually guarantee failure. This failure is rooted partly in general education programs that fail to provide a broad view of man, in academic specialization divorced from the demands of the work, in professional training that provides neither the rationale nor the skill needed for teaching disadvantaged children.1" As shown earlier, Coulter cautioned in 1912 against academic specialization divorced from the demands of the work of teaching children. The issue of relevance seems eternal.
On the basis of its analysis of the complex of problems and of the programs designed to prepare teachers of English to meet some of these issues and to help the individual human being who is so inadequately summarized by any identifiable difficulties, the Task Force makes several recommendations. Among them is that the person preparing to teach English to disadvantaged students must study cultural anthropology and urban sociology and have practical experiences that will help him understand, among other factors, "the lives and the learning styles of children in depressed areas," "the psychological and sociological roots of prejudice and the problems within and between ethnic groups," and "develop a positive attitude toward serving in programs for 'sadvantaged students."
Through his study of the English language he must learn "about the structure of language, particularly of the English language, and about language learning. 'Language' here refers [to] not only its sounds, word formation, and syntax but also its social, geographical, and historical manifestations.
Of particular but not sole importance is the emerging work in social dialectology." Essential also are his learning to teach reading and his reading widely in literature appropriate to these students. It also recom- 
